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ABSTRACT • . 

Because a main educational function is to prepare 
children for workplace^ roles, educations organizational forms and 
functions tend to correspond to those of the workplace For instance, 
as the O.s. economy moved from agricultural through .industrial to 
service bases, O.S. education 1 moved from nonpublic schools to public 
schools to mass higher education;' However; the relationship of , 
education to workplace forms also has contradictions, such as the 
opposition between educational egual opportunity and workplace 
hierarchy. The major current contradiction is education's production 
of a workforce that is overeducated in relation to available job 
opportunities. Such, workers are disgruntled and unproductive .in 
factory jobs. These production problems are pushing workplaces toward 
greater democratization, which will in turn create more democratic * 
educational organization. Democratic educational forms have been 
suggested in the past, by Pesjtalozzi, Neef, and Dewey, but since they 
did not correspond to workplace forms, they were never implemented-' 
workplace democratization will precede educational democratization, 
so researchers' must examine types of wprkplace democracy, such as 
team assembly in factories, to predict their consequences for 
education. Team assembly will push -education toward four changes, 
emphasizing participatory decision-making, individual 
problem-solving, minimum competencies, and peer tutoring. 
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Abstract » 

The seventies and early eighties have witnessed a renewed interest 
in increasing the participation of members of work organizations in 
governance of those organizations* Broadly speaking, these concerns are 
summarized under th'e rubric of workpiace or organizational democracy. 
This paper traces the relation between democratization of the workplace 
and democratization of the schools-. • It argues that the lack of gyeater 
democracy . in- school organization is* not attributible to a poverty of 
ideas as much as to a lack of movement in the productive sector itself 
to embrace democratic reforms. A£tehtion is devoted to the dynamics crfc 
democrat ic t wo?lcplace and educational reforms as veil as the specific 
changes that' are likely to take place in each sector as ^art- of the 
broad movement towards organizational democracy,, » 
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EDUCATION AND ORGANIZATIONAL DEMOCRACY 

Hilman beings do not enter the world as workers. Rather, they be- 

«■> * 

come workers by. being inculcated with the organizational and technical 
skills, values, behavior, and ideologies that 'are necessary foV inte- 
gration into the work enterprises of their societies. In traditional' 
societies this process* of socialization tends to, be relatively informal 
in the sense that living with adults provides exposure to the necessary 
training to become competent as adults In both work and other aspects' of 
daily life* The young members of a hunting and gathering society or one 
based upon primitive agriculture ^ea rn Co hunt or forage for food or to 
'grow food by par tic ipating with their elders from an early age in the. 
hunt, the gathering, or the growing. Food preparation is learned as the 
young sit beside their mothers and fathers and observe these acts, even- 
tually participating in the activities. Construction of shelter and the 
fabrication of garments is learned in the same way. No formal educa- 
tional system is needed outside of daily life to socialize the young for 
their eventual work roles. % % 

However, in modern societies woA is generally removed from the 

* t 

household and is predicated upon very different values, activities, and 
organizational principles than those that characterize the home and 
family (Inkeles 1966 ) ♦ This has meant 'historically that other 
institutions have arisen to prepare the young for .their^eventual work 
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roles. Although these include experiences derived from the larger com- 

"ttunity, religious institutions, the media, arid child-rearing, the most 

*** 

important single institution preparing the young for the workplace is 
the school. 'In this respect, the school can be viewed as the major 



institution for inculcating in the young the skills, ''values, attitudes, 
and behaviors which enable them to be smoothly integrated into work 
organizations as productive workers (Dreeben 19.68, Inkeles and Smith 
1974, Parsons 1959). 

Recent 'studies have tended to focus on the, historical relations 

• * » 

between schools and the workplace (Bowles and Gintis 1976, Feinberg and 
'Rosemont 1976', Field 1974, Katz 1968 and 1971, Spring 1972). That is, 
to what degree have the schools reflected the imperatives of thVwork- 
place ^ and what have been the mechanisms by which these linkages have 

been maintained? In responding to these questions, there has been sub- 

- 1 * 1 

stantial agreement on two aspects. ,First, schools have- tended to 

respond to major changes in work organization and to correspond in their 

own organization and functioning- with major aspects of the workplace* 

Second, although the correspondence of schools with the organization, and 

needs of the workplace for .properly socialized l^bor inputs' is an impor- 

tant factor for understanding the development and directions of educa- 

tion, schools, also have an autonomous dynamic- which can .uadermine that 

correspondence* It is worth providing a bit more detail on these two 

points* 
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Education and the Workplace: : Correspondence 

Bowles and Giritis (1976) refer to three distinct stages of 
development of schooling \a the- United Statgs: (a) the origins of mass 
schooling in phe nineteenth century; (b) the\period of rationalization 
and streamlining of education from about 1890-1930; and (c) the post 
I960 period of mass higher education. They suggest that' each of these 
corresponds to a »major turning point in tt\e organization~~6f~wdrkT~ 

The establishment of maEss schooling seemed to follow Jftie transfor- 
mation of the U*S. workplace from one based upon small and highly decen- 

tralized workshops, farm*, and shops to one based upon the establishment 

* * 

of a factory system and wage-labor. In 1780 it was estimated that some 
80 percent of the non-slave workforce were individual proprietors, pro- 
perty owners, and prof essional/^ who were "self-employed" to use the 
expression of modern statistical reports (Main 1965: pp. 271-272). By 
1880 a profound transformation had taken place in the organization of 

work with about 80 percent of the population working as wage and salary 

\ 

workers in relatively la'rge organizations that were removed froir the 
household. Over the same period the system of schooling gri»w from pne 
in whicfy there existed no extefisi^e network of public schools in 1 7^60 
(Main 1965: p. 241) to one in which some three-fifths of the population 
between 5-17 were enrolled for an average schoo^ year of 132 days in 
JL880 (U.S. Department of Health, Educatio and Welfare 1976: p. 178). 
Further, the growth 'of schooling followed a pattern in which expansion 
was most rapid in those geographical areas where factory production grew 
moat quickly (Fielc^ 1974) . 
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. The period -ffom 1890*1930 saw Che rise of the corporate form of pro- 
duction in large bureaucracies with growing monopoly power over both pro- 
duct and labor markets (Edwards 1978), During this period, hierarchy 
and centralization of production increased' as well as the minute divi- 
sion of labor associated with the practices of scientific management and 
• ) * • 

£he theories of Fredexick Taylor (Haber 1964, Nelson 1975). Likewise, 
the schools followed <this pattern with major changes in their organiza- 
tion including the development of larger schooling units tfcfcough couaoli- 
dation and centralization, the initiation of age-grading of students, 
Standardization of different curicula, testing and tracking of students 
to assign them to' different curricula and the adoption of many other 
"modern" factory practices in terms of the organization of production 
and the grading of "products" for positions in the hierarchy of produc- 
tion^Ctowles and Gintis 1976; Chapter 7, Tyack 1374: Part IV). 

In the post-1960 period there has been a 'profound shift from manu- 
facturing to services and a need for a larger and larger white collar 
proletariat. The jobs that have been created are largely sub-profes- 
sional ones for office workers, salespersons, and technicians, and tKe 
skill requirements^ of such jobs have been declining as sophisticated cap- 
ital and new technologies have automated work tasks (Cooley 1980, 
Braverman 1974). This phase has corresponded with the advent of mass 
higher education in which two year community colleges and four year col- 
leges with practical career training have replaced the more classical 
academic and professional preparation that was traditionally associated 

c t 

Iwith colleges and universities (Bowles and Gintis 1976: Chap. 8,- K^rabel 
1972). Of course, the elite colleges and universities have largely main- 

I) 



taiued their traditional functions } while the expansion of training for 
the white collar proletariat has occuxed at community colleges, techni- 
cal institutes, and the less prestigious four year colleges and univer- 
sities. f 

Hot only .historically could one observe the correspondence betweeti 
changes in the workplace and major organizational .changes in education, 
but one can observe a remarkab le ^similarity at any "moment in time 
between the two sets of institutions, "Just as the workplace tends to be 
organized into hierarchies with highly regularized rules and regulations 
"comprising their operations, so are educational institutions* Just as 
most workers lack control over the process and product of . their work 
activity, so do most students, in the sense of being forced to conform to 
curricfula and learning activities that have been planned and elaborated 
\n great detai| without the input of the students whom they^tfffect. 
Just as workers tend to provide their labor in exchange for extrinsic 
rewards such as wages, salaries, and promotions, so are students mpti- 
vated by factors external to the learning process such as grades, promo- 
tions, admissions to more advanced programs, and diplomas* And just as 
work supervisors, whose legitimacy does not derive from democratic selec- 
tion, determine the level of success of individual workers, so do 
feachers determine which students will succeed and receive the highest 

V 

awards and which will nut. Indeed, the systems of social control are 

remarkably similar, with individual students competing against each 

other for advancement to the higher echelons of education just as indi- 

vidual workers compete against each other for occupational advancement. 

♦ 

» \ 
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Finally, both the educational system anjd^the workplace are highly 

* v 2 

stratified by social class or igina^ sex, and race. Students from 
working class backgrounds and ^racial minorities are least likely to go 
to the better schools at to higher levels of instruction, and they do 
most poorly -in tertu of the criteria that schools use to assess perfor- 
mance.' T>*y are less likely to complete secondary school and to attend 
thiUiinivereity. Likewise, females are less likely to be found inmost- 
secondary programs that are highly competitive* prestigious, and lead to 
/rewarding occupational positions* Corresponding with their educational 
treatment, the same gx;oups v are likely to be found in those occupations 
with the lowest* pay and prestige and to experience higher levels of Juuen*- 

ployment than .are malef and persons from higher social class and major- 

» 

ity origins. " 

How can such dominant patterns of correspondence between schools 
and the workplace be explained? There seem to be at least £our ingredi* 
ents .to this dynamic. First, the feet that technological changes and 
concepts of efficiency and management have generally proceeded histori- 
cally from the business sector to government has also applied to the^ 
'schools. Particularly at times when rapid technological change in the 
organization of production and management techniques has taken fclace, 
managers and trustees of the schools have been heavily influenced by. 
such practices. As Callahan (1962) demonstrated, the practices of scien- 
tific management in the workplace becatoa embodied in ^siptlar "attempts by 
educational Administrators and school boards to impart the same types of 
features to schools that would improve their efficiency. In a capital- 
ist society, the principles of capitalist organization at tha forefront 
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became Che benchmark of progress by which efficency in other organiza- 
tions was judged, and there has typically been a transfer of many 
organizational practices from the former to the latter* This process 
was further* accelerated by the heavy representation of businessmen on 
governing boards of state departments of education and ffecal governing 
boards. 

Second, correspondence id enhanced by the interest «pf the state in 
utilizing education to reproduce its major features and prepare citizens 
for appropriate roles in its institutions* As such, education is spon- 
sored, ty the State and is mandate^, oTganized, and certified by the 
State. The specific requirements for degrees, required- courses in the 
basic school curriculum, mandated testing programs and teacher require- 
ments, textbook selection, and a host of other factors reflect* the world 
for whic^h schools are preparing youngsters. That is^the political pro- 
cess itself that sets out these provisionju-itf heavily "influenced by the 
"practical" ♦piyrposes of edu^ation^n^ preparing students for eventual 
work roles in the ecotxom^T Finally, a major role of schools is to legit- 
imate exisj^itlgTinstitutidns so that they -will be accepted'by their citi- 
•zetfs who will become easily integrated into their functions as they ^ 
reach adulthood* Thus, the State plays an important -role in adapting 
schools to the reality of the workplace. ^ ' 

A third source of correspondence is that th£ reality^ faced by* fami- 
lies in. the workplace heavily influences their views' on what is^iopof^ 
tant to learn in school. By the turn of the, century, the importance df/ 
schooling for occupational success had become readily apparent in 
America. Thus, it was rather natural to accept the view that just as 
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discipline' and order, hierarchy, Ucfc of control of the work process*, 

end activation through, the use of extrinsic rewards were dominating 

increasingly the work process, it was also increasingly -logical and 

legitimate for 'such characteristics to dominate the sohooling process as 

well* If the young were to eventually Succeed in their ^occupational* 

advancement in the expanding indus trial, economy , the schools had to. pro- 

.vide them with the skills and-values that would enable them to meet the 

dictates of the workplace* \£hus, families and students were themselves 
* •* " e 

I • . , 

a pkrt of the social constellation of correspondence in thafr their expec- 

tations and demands tended to mold the "reality qf the schools and the 

acceptance of correspondence through both their inputs into the politi- 

^ ' y \ 

cal process af f ec't ing "seitooj^s as well as through their educational- 

» < , ^ - - ... * 

behavior within schools* 

A fourth source^of correspondence has been that of^jteacher trilling- 

ness to accept the exigencies of preparing students for the evantuali- 

3 

ties of the workplace. Persons recruited into teaching are already 
self -selected in the sense of accepting the naturi of the teaching role 
in a h *-* h J^ circumscribed %nvironment. The organization of the learning 
process, time allocation to specific subjects, curriculum, pedagogy, 
^*<ructional materials^ and test instruments , for assessment of learning 
are typically set out in fine detail, and the teacher is inserted into 
that process with relatively little autonomy. .That is, teafchers accept 
positions in which they are willing to relinquish substantial control^ 
over their own wox;k activities. Second, teachers are realistic about 
the characteristics that will be required for student success, so it is 
little wonder that they have lower expectations for minorities, females, 
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and the poor than for not* -minorities , males, and students from advan- 
taged backgrounds. They are just accepting the nature of the world for 
which they are preparing youth. Even if they find these differences- to 
be morally oh j ec t i onab le ^ they f^el frustrates in their attempts to 
change them. 

Finally, just as a major source of socialization to work for all 
workers is created *by the ideology and functioning of the workplace 
itself teachers are also influenced by their own work experiences.' 
Over time, those teachers who accept the conditions of their own work- 
place "are also* less likely to question the nature and meaning of their 
own practices." Or more pragmatically, they may accept^them as a matter 
of survival.* As .a major analytical survey of schoolteachers stated: 

There is a certain ambivalence, 'tften, in the teacher's senti- 
ments. He yearns for more independence, greater resources, 
and > just possibly, more 'control over key resources. But he 
accepts 4 tHe hegemony of the school system on which he is eco- 
nomically and functionally dependent. He cannot ensure that 
the imperatives of teaching, as be defines them, will be hon- 
ored, but he chafes when they are not. He is poised between 
the impuj.se to control his work life and the necessity to 
accept its vagaries. (Lor tie, 1975: 186.) 

T^achets accept tWe terms of 1 control over students, space, sup- 
plies, and schedules that is set out for them: "For at the base of 
teac&er status rs the indisputable contraint that without, access to a 
position in the schools the teacher cannot practice his craft (Lortie 
1975: tl85)." 

In conclusion, the process of correspondence between- the functions 
of schools and the requirements of the workplace is less a function of 
direct capitalist control of the schools' than of £he perceptions of the 
major actors who dominate schooling op. what schools should be in socie- 
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ties where educational attainment and occupational attainment have been 
inextricably intertwined and where the limits of vrtjat is desirable and 
possible is largely molded by social reality (Berger and Luckaan 196*6). 
To the degree' that state actions have placed Halts on deviations from 
this path, one cai point to an instrumentalist state as insuring corree-* 
pendente (Althusser 1971% Broady 1981). However, it is also widely 
recognized that schools are not mere mirrors of the capitalist workplace 
any more than the capitalist state is a mere instrument of the capital- 
ist class. Rathrfr, both the state generally and the schools specifics!-* 
ly must mediate contradictions between labor and capital arid conflict 

\ i • • . 

emotig fractions of both capital and labor. In that sense the school has 
a dynamic which as partially autonomous from the workplace and in which 
there is always a tendency to deviate from a pattern of correspondence. 

Ed ucation and* the Workplace: Contradiction / \ 

/ \ . • 

Preparing the young to be good workers is not the only function of 

schools. They also- have other important functions for reproducing. _-he_ 

\ 

larger societies of which they are a part, with particular emphasis on 
the reproduction of the citizen ar well as worker. The good' citizen 

f , 

must accept the, legitimacy of the political, economic, and 'social system 
and embrace its over-riding rationale and ideology. But ttie nuking of 
, the citizen in a democratic society will often be in conflict with the 
making of the worker. For example, in order to accept the capitalist 
♦mode of production, the worker must accept the hegemony of capital over 
labor. 'Yet, in th*. political arena each worker and capitalist has an 
equal vgte and workers far exceed capitalists in numbers. Moreover, the 
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laws are to be -applied equally to all citizens* In the United States , 
the Constitution guarantees the right to freedom of speech and assembly, 
as well as many other basic political rights, but these are circum- 
scribed from the workplace by an authoritarian regime Thus, prepara- i* 
tion for the restrictions of working life and for the freedoms and ■ 

rights of political life may be in direct conflict with each other^ = 

« , ' " « 

(Gintis 1980)* - 

In fact, the schools are expected to reproduce a variety of out- 
. comes which create internal contradictions in their functioning* By con- 
trad iction .we mean that the schools must operate in a way in which there 
— i S - i-a_ t^r^a Brl o p p 0 s i t ion and ft druggie in .their-actHALJ5uaifiiia >o« so fcha t^ 



they cad not easily maintain a .smooth path of reproduction* To take a 



major example that is pertinent to the workplace, we have suggested that 
the schools cast prepare a. hierarchy o£ workers with the ^appropriate 
skills and attitudes. and a in the appropriate proportion* for the needs, of 
the labor market* Yet* at the same* time the schools represent the .fore- 
most institutions for providing equality of opportunity and access to 
social and occupational "positions according to merit*-- For most parents, 
and thsir 'offspring, the only hope for success and upward social mobil- 
ity is by doing well in school. Even Chough the schools are hardly ueu- 
tral according to social cl#ee background, it is obvious that those who 
obtain higher educational credentials will have greater life chances 
than those with lesser educations* 

This factor leads to a self-sustaining political demand for educa- 
tional expansion and for democratic reforms of schooling such as the com- 
prehensive secondary school reforms of Western Europe (Levin' 1978). 
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But, the expansion of secondary schools leads to demands for mere univer- 
sity opportunities, and. soon the output of students who have completed 
secondary school and the university must necessarily excted the ability 
of the economy to absorb them in appropriate jobs (Rumberger 19611. 
Private control of tU* economy limits the ability of the state to create- 
policies for absorbing the additional graduates, so serious problems of 
educated-unemployed or under-employed arise. These put pressure on the 
state to expand public sector jobs, a phenomenon that is limited by fis- 
c^ resources. At the same time, the incentives to get v eveu more school- | 
ictg become morp pronounced in an increasingly competitive labor marker 
as individuals try to. ge^'aiT "edg*' f on their competitors ~ 

The overall result is that although the schools continue to be in 

correspondence with .the workplace in many respects, they arfc substw- 

* • ' * « 

tially' out of correspondence because the democratic reforms and politi- 

*» ' * * * 
cai pressures on schools* have contributed to an over~edi>c*ted labor 

force. The problem is especially aggravated as many jobs are^traua- 
formed into ones wifh lower skill retirements by the application of 
modern technology and ( the micro-pr.ocesor revolution (Cooley 1980, 
Goldhaber 1980). ^The over-educated workers are unable , to fuifiU their 
expectations for jobs with the skill* requirements, prestige, income- 
levels and future occupational mobility that are commensurate with their 
educational attainments. Further, the slow rates of economic growth at 
the present and in the forseeable future do not suggest any improvement 
in their logger term prospects. 

Unde* such conditions, the system of education has actually served 
to undermine existing fot** of production by creating a highly dis- 
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grunt led, overly-educated workforce that is not easily integrated into 
the workplace.* Instead, such, persons are responsible for increasing 
problems of worker turnover, absenteeism, alcoholism and drug use, sabo- 
tage, and lagging productivity/ In fact, it is- exactly this behavior 
among young workers, that is leading increasingly to modifications of the 
workplace in the directions of greater worker participation and democ- 
racy; It is believed that by wore fully meeting ttie needs of the worker 
to' participate in his or her daily worklife and be a member .of a partici- 
pative community in lieu of some of the more traditional job * incentives, 
that the c worker will also become more productive with respect to his or 

— her— wo rk - e ff or t - a n d w o rk behavior. ... 

In summary, the sch-ools both reproduce v wage- labor for , capitalist 
and state enterprise while undermining the nature of that relation over 
the longer run.* As the divergence between the needs for properly social- 
ised labor and the output of the educational 0 sector diverge, major prob- 
lems arise in both schools «nd' the workpLace. Over time,- the indepen- 
dent dynamic <>f ♦flchdols wiiLl tettcjl to undermine the correspondence 
between education and the workplace and exacerbate conflicts ifKthe work- 
place that are attributible to the fundamental contradiction between cap- 
ital and labor* At that stage the schools no longer serve to mediate 
that contradiction effectively by reproducing wage-labor th*t will sub- 
mit to the hegemony of capital and the extraction of surplus for capital 
accumulation. This divergence between education and the workplace will 
stimulate reforms in both sectors that will one*" again re-eitabliah cor- 
respond ence. 
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Such a turning point seems to be emerging at the present time with 
the. over^expausion \pf the educational system relative to available job 
' opportunities. The addition of many ^oung and over-educated workers to 
the labor force it creating a productivity crisis for capital that can 

* ialy be resoled by major alterations of the workplace. These -changes 
in' the workplace will ultimately lead to changes in education, through 

'the mechanisms of correspondence, end productive structures and schools 
wili once aza'iu function. in tandem. The s*peci£ic .educational reforms 
that will be adbpted from a large number of competing refonns will tend 
to be those that re-esttab'lish correspondence gather thap those that are 
most intellectually or morally compelling* 

Educational Change and Organizational Democracy 

. •. " * 
Thu.s far I have suggested some of the sourcas of both stability ind 

change in education as well as consequences for the workplace. But, the 

■* « 
question of what shape the educational system will take to support chan- 

A ges in the workplace wil depend *on the nature of the .specific altera- 
tions^of work. The potential variety of forms of educational organiza- 
tion can best be appreciated by providing a few very diverse examples* 

* Each -of the following educational approaches corresponds to a specific 
work -order. *i ■ 

Jthe JLuancasterian' system or monitorial system was the basris for ele- 
mentary education in Britain, and it was also adopted by such major 
cities in the. tuS. as Boston and New York (Kaes tie 1973, Lancaster 1973, 
Reigart 1916K Joseph Lancaster started a school for poor children in 
London in 1798 at the age of 20. Because of the lack of alternative sdu- 
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cational opportunities , he attracted a very large number of boys to his 
school. Thus* he was faced with the challenge of how to accommodate so 
mfhy students with only meager resources* Having uatural^orga^isational 
skills, he decided to utilise those chldren who had already gained at 
least tome skills' to serve'as monitors for those who had not reached 



that level. Ultimately, he organised th* entire curriculum into a 
series of tasks that-'had to be learned under monitors who had already 
learned them. Undev a single master and a monitor for each nine or ten 
students, the school functioained in a factory-like way.' 

Each new student was assigned to a monitor who had charge of teach- 
ing him and soflrr^ight other students at that level. When the student 



made progress, he was promoted to esother monitor. Monitors were also 
assigned to preparing supplies and^other tasks, and a monitor-* general 
supervised the other monitors. Students were expected to learn specific 
information or skills by rote, and through a system of badges for 
achievement and punishments for poor learning or, behavior the students 



el to 



were motivated to move from one level to the next. Each monitor wao 
placed in charge of a row of students, all charged with the same set of 

4 

learning tasks. When these, were accomplished, students were moved to 
the next row to accomplish a new set of tasks'. The . layout of the room, 
the.' supervisory process, and the methods for motivating students to 
learn were remarkably similar to the emerging factory system of the 
early nineteenth century. Therefore, it is not surprising that for five 
decades, the Lancastorian system was the dominant mode of instruction in 
the expanding primary schools and many of the industrializing cities of 
both England and the United States. 

: 20 
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But, the early nineteenth century wet not devoid ^of competing ideas 
for education* Especially important We the views of the Swiss educa- 
tor Pestalotxi who had developed a "natural" system of education that 
vai ton child-oriented in its focus. Joseph - Neef was a student of 
Pestalossi 1*0 first introduced the ideas of his master into the United 
States. 5 Reef started a* school in Philadelphia in 'the first decade of 
the nineteenth century that was designed around the educational princi- 
ples of Pestalozzi* Hpwever, Jfeef carried the ideas of democratic 
organisation of^schools auph farther than Pestalozxi., In 1807 he 
published a Sketch of a Plan of Education- Suited to the Offspring qf a 
Freo People * 

In this "YooiT Heef outlined a plan for .a self-governing school or 
school republic* Schooling would begin with very young children being 
taught a sense of their rights apd duties as well as the importance of 
reason in setting their behavior. At tone point, the' children would be 
told that they were now free to form their own republic^with a consti- 
tution and laws set out by t£e students themselves*. ^The^ctgnc^itution. 
would set out both rights jfed duties of ehe mambirs of the republic as 

we 1,1. as the method by whi$h laws .will be passed and enforcad* tbe stu- 

* - . * ' 

dents w%2re free to accept or reject their former teacher into their com-.- 

munity*. Presumably,* the role of that person as well as what would be 
taught and learned was determined by the youth assemblage. It.was 
intended thal^ self-governing school would be the educational baais for 
a self-governing society* 

Possibly, Neef** views would have long been obscured except for the 
fact that he was called upon by Robert^Owen to establish and direct the 

/ • . • . 
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upper school (students of 5-12 years of age,) in the Utopian community of 

New Harmony. Although Neef had attempted to put his ideas into practice 

* * • 

at an earlier time, they had not been inserted iato a community based 
upon social ownership of property and democratic organisation of produc- 
tipn. In the Oven community the correspondence between the ideas of 
Neef and his mentor Pestaioszi and educational patron, William Mac lure 
on the one hand, and the communitarian, attempt of Owen on the other, 
were more substantial* 
^ If Ehe Lancasterian approach was supportive of the emerging indus- 
trial order, the self-governing school of Neef was supportive of the' 
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establishment of worker cooperatives* In fact, the schools were to be 
self-supporting economically by introducing the industrial, manual, and 
agricultural arts into the curriculum in an active way so that through 
productive work tKe. students would provide for their *own needs. As, 
Mac lure explained: "...the great economy of enabling children to feed, 
clothe, and educate themselves by their own exertions; thus rendering 
them independent of the labor of others and establishing an equality 
founded on each administering tcNiis own wants from the most early $ge 
(Lockwood 1971: p. 270). " t 

The short-lived nature of New Harmony precluded the full develop- 
ment of the self -supporting, school republic. Without a community based 

* * 

upon social ownership of the means of production and both political and 
economic equality in the fullest democratic sense, there could be little 
demand for such schools. However, almost a century later similar princi- 
ples were .enunciated by John Dewey in his quest for democracy ineduca- 
tion (J. Dewey 1916). Dewey argued that education wad essentially a 
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'moral activity in that it is a way %f shaping future society through 
molding the experiences of tha yourig. If one could create ideal social 
communities in the school, through social growth. these would create the 
future adult society. Accordingly, Dewey argued for full democratic par- 
ticipation in schools where activities were undertaken for their intrin- 
sic worthwhileness , rather than molding schools according to how they 
prepared workers. and citizens for an existing social order that he con- 
sidered reprehensible for its inequalities, manipulative institutions, 
and meaningless work roles. * 

In contrast, to the correspondence principle, Dewey believed that 
through educational reform one would remake -the social order to conform 
with the -highest principles of democracy. In fact, Dewey had a vision 
of industrial democracy bastd upoQ social ownership of property and the 

full participation of'all workers into the trans £brmat ion of the work 

I 

process that would be intrinsically satisfying to all 'of its partici- 
pants. Scientific rationality in the service of democracy could bring 
this -end about, and the progressive school of Dewey was the fount from 
which these social transformations would arise (Wirth lj>81). 

Dewey ha*d a profound impact on American intellectual life and upon 
school reform movements (Cremin 1964), but the public schools of America 
•remained far more faithful to changes in the work order than to the phi- 
losophy and pedagogy of Dewey. Despite the substantial power of the 
Progressive Education Association which espoused Dewey's views at both 
the universities and in the major cities of the country (Graham 1967), 
the schools followed the pattern of education for social efficiency. 
Thus, the business-like practices of curriculum* uniformity, standardized 
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* r 
toting, tracking or streaming according to "aptitudes", v school consoli- 
dation, and % centralization under a profesional bureaucracy, and systems 
-of extrinsic rewards to provide motivation became the dominant features 
of schooling (Tyack. 1974: Part IV and V). The reform movement* of 
progressive educators and active citizens and the profound logic of the 
progressive schools were hardly a match for the powerful forces pulling 
schools into correspondence with the changing workplace (Wirth 1977). 

Thus, historically there have existed a number of approaches for 
democratizing the schools, but they have not been consistent with the 
exigencies of the workplace. Although schools do have their own inde- 
pendent dynamic, which may diverge over the longer run from a strict pat- 
tern of correspondence, major educational reforms seem to succeed only, 
when they serve to pull education back into correspondence with the 
changing needs of the workplace* Accordingly, any analysis of how 
schools might change to accommodate a more participative* and democratic 

workplace must begin with the concrete forms of workplace reform* 

» .\ \ 

Democratic Workplace Reforms and Educational Requirements 

There are two problems in specifying democratic workplace reforms 
and their educational consequences. First, there are so many potential, 
and actual directions that democratization of the workplace can take 
from cd^de termination and workers on the boards to greater use of worker 
councils to worker, cooperatives* to aocio-technical approaches such as 
team assembly (Jenkins 1974). Even these do not include the more cosme- 
tic forms of participation that are often initiated by firms in the hope 
of getting large increases in productivity for only minimal changes in 
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work organization. Yet, it is necessary to specify concrete forms of 
democrat ization in orde* to specify their educational consequenc.es in 
the overall framework of correspondence* 

Second, even when concrete forms of democratization of work organi- 
rations are specified, the educational consequences are not always 
straight forward. For example, relatively minor change's need hot require 
any changer in' formal education or training, but only learn ing-by-doing. 
Sven more substantial changes in work organization need not affect the 
schools since work experience itself is a powerful teacher, In .fact, 
in a cross-national study of determinants, of modern attitudes—defined 
as those required for participation in large-scale modern productive 
^enterprises such as the factory~ycars of education was found to be the 
most important determinant; however, exposure to mass .media and work 
experience had relatively strong estimated impacts as well (Inkeles and 
Smith 1974). 

A further complication it introduced by the feet that the movement 
Cowards ^organizational democracy may take different forma in different 
countries. The industrial composition of production, the political 
party in power, the nature and strength of trade unions, the history 'of 
industrial relations, the degree of multinational penetration, and the 
degree of monopoly concentration of industries are all factors, that will 
determine both the nature and speed of workplace democratization. Under 
such conditions, it is difficult to generalize about what will take 
place and its specific educational consequences. Rouever, it is useful 
to look at the Swedish.case as a protd-type of what might take > lace in 
other advance^ industrialized countries. Although the overall legis- 
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lotion on industrial democracy that has governed industrial relations in * 
Sweden- since 1976 is extremely important itr this regard, I will refer 

only to' the use of team ass^pbly as a Concrete form of democrat ization 

• # 

at the plant level. 

As I discuased previously, one of the major qukndaries fac 4 ed by 
firms in the advanced captitarlist countries of Was tern • Europe and North 
America" i*_ that of lagging growth in labor productivity . While th^re 
are probably several' causes for this phenomenon, one c^f the most J.ikely 
appears to be the "new" labor lorce. Young entrants Lo the labor force 
tend to have more education than will be required for the types of jobs 
. that they are likely to obtain (Ruraberger 1981 ). /Given that the job 
chall*tge, status, pay, and opportunities for promotion will tend to be 
below, their expectations, such workers are not as easily integrated 
the traditional wage-labor relations as their ^pedecessors. In particu- 
lar, many industries have found serious problems of worker turnover, 
absenteeism, insolence, sabotage, drug .and alcohol utilization, and 
quality control in conjunction with the "new" worker. 

U - 

Since the lacfk of opportunities and slow ecqnosic growth prevent 

%s ' ■ * ; . . " . 

the improvement of worker behavior through the* more traditional- economic 

motivators, firms have looked increasingly to new forms of production 

that might satisfy some of the intrinsic needs of workers. Among the , 

most important of these are the applications of the socio-technical work 

appr^iches associated with the Tavistock Institute in London and the 

Work Research Institute in Oslo (Emery and Thorsrud 1969, Herbst 1962, 

and Thorsrud, Sorenson, and Gustavsen 1976). Th£s approach divides the' 

function* of the organization among relatively small work groups that' 
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make decisions on hov thi work will be performed. The assumption it 
that aoit uploytit can relate such better to a small and identifiable 
group of which they are members and who are charged with a specific tub* 
component of production than to a large impersonal Organisation in which 
they execute one or two repetitive tasks. / 

This attachment to the group and th* high level of -communication 
and interaction among its members foster the ability of the group' to 
make internal decisions about the work process* While the group is 
accountable to a higher levnl of management for its overall performance, 
the ^internal assignments, scheduling, training, and consideration of new 
work -practices are relegated to the work group itself, A number of sue- 
^•frsful cases luting the socio-techaical approach to democratization of 
the workplace have .been documented (G. Susman 1976). Some of the best 
-known^casea are found in the application of these ideas to automobile 
as-aembly as in die case cf Volvo (GyUeg&amMr 1977) and that of Saab. 

For example, the Saab plant in Trollhitttan had a worker turnover of 
78X in 1970-tfl. 8 Man^ement and the union initiated an experiment in 
197-1 to reduce turnover of employees and improve quality through team 

t 9 

assembly of car doors. The success fcf this .venture led to group produc- 
tion of full cxr bodies in 1975 with teams of seven workers including 
^Sne group coordinator and the other, six wording in pairs. The coordm-. 
ator is responsible for assuring an adequate supply of materials and. 
covering temporary absences. The position of coordinator^ rotated 
among members on a weekly basis* The team does most of the maintenance 
of its machinery, most quality control, and in 'consultation with m^tage- 
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ment hires new members and allocates a budget for the purchase of new 

A • 

equipment. The group is also charged with training new members. 

Workers have gotten'a slight increase in wages for managing their 
affairs and seem to prefer the te|ym approach when interviewed, and the 
enterprise has found that the investment in team assembly has been extra- 
ordinarily profitable, 'Quality control has improved, and the number of 
quality' controls supervisors has diminished. Other' savings in labor 
costs h^ve been effected by drastic reductions iu v worker turnover. In 
1974 worker turnover for the body assembly plant was 53%, but.by 1980 it 
had declined to about 141^ The annual savings were estimated to be 
about nine time* the annual costs, and Saab recovered its full invest- 
ment for converting from assembly line to team assembly in only two and 
a half years. In, short, these types of change are consistent with* the 
logic of capitalism and represent an effective way of reducing costs and 
raising pro4u£.tivity. It is probably reasonable to assert that democra- 
tization of the capitalist workplace will only take place if it meets 
the requirements of increasing profitability of the firm. For 'this 

reason^ the use l of team assembly is "likely to expand substantially in 

\ 

.Western Europe and North America. # J 



Educations Consequences of Teaay Assembly 

If the use of work teams V*ere to ^ecome more widespread, we might 
expect to see major changes in school organization. Jhe* assumption of a 



predosunaillu shift in the worfcfuace is a crucial pre-requisite for corres- 
ponding changes in schools. The principles of correspondence whether 
through the laws of the state, the behavior of educational profession- 
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als, Che dtundi end expectations of parents, or the values and expecta- 
tions of students will only be called into play through pervasive alter- 
ations in work org'alli nation. Experiments in work reorganization and 
occasional modifications of practice are less likely to visit their 
effects on the overall system off socialisation for work. Mpreover, as I 
moVed— above-, -the workplace -in- i**elf— ha*- profound- effects on shaping the 
behavior of its participants, so changes in school socialization are not 
always required. It is only when there is a major turning point in pro- 
ductive 'organization that* it is likely that there will be consequences 
for the system of schooling. At Uait^four changes in workplace beha- 
vior are associated with-team assembly and each has educational implica- 
tions. * 

1. Educational Decision-Making ? 

A major shift reflected in team assembJ^iiTthe emphasis on group 
decisions by thoie who will actually perform the work. The more tradi- 
tional approach separates the planning and evaluation of work from its 
execution, with the former done by managers and technicians and the 
latter by operatives. But, under team assembly, workers must carry but 
all of these functions as well as train, select, and counsel members of 
the group end make' decisions on the selection and maintenance of equip- 
ment. In contrast with the present educational "system where the empha- 



sis — i~e — on—funrtaoningr-a*— an-individuat-i^^ fellow stu- 

^Eents, a corresponding education would emphasize functioning as a member 
of a cooperating group. ' - 

There are many potential educational reforms which would support 
these changes in socialization. ^ These would include a greater emphasis 
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on democracy in the schol ^s^tting with greater internal participation 
of students in selecting personnel, curriculum, resource allocation, and 
conflict resolution. Through both representative and participatory 
democracy, the fuller involvement of groups of students (and perhaps 
teachers as well) would become part of the educational decision process. 
There would also be gteater emphasis on group projects and assignments 
with respect to school activities and group awards in place of strictly 
individual performance and accountability. Schools .would place greater 
emphasis pn integrating student teams by race and social class as a 
reduction of hierarchy in production reduced the need for student strati- 
fication and hierarchy in education* 

The emphasis on group decision-making would also increase the use 
of -cooperative modes of interaction in schools, both among teacher* and 
among stjudents. Cooperative work among small 'groups and training^in 
group dynamics would— &ecome_ appropriate (Sharan 1980). /Cooperative 
problem solving would also become mors prominent ^in^he school curri- 
^ulua, as the work teams will bT faced with particular challenges that 
will require a collective response (Slavin 1980). 

2. Indiv idual D e cision-making 

B l 

" Under existing forms of work, most workers need make few iudivindal- 
decisions because to a very large extent the nature of the work tasks 
and their pace are determined by the equipment, technology, and organi- 
zation of production. With a high level of specialization of task, it 
is only necessary to mauter relatively few and simple job components and 
perform them on cue* But, under a team assembly approach, individuals 
will have a much wider range of potential tasks and decisions. For exam- 
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pie, each coordinator will have to make decisions regarding tht availa- 
bility of supplies and tht allocation of team members to avoid bottle- 
ntcks. Accordingly, it is likely that schools will ahift their emphasis 
to a much greater extant than at prtstnt from memorisation and routiui- 
xation of learning to individual decision-making and problem-solving. 
The fact that individuals will have to mak^more workplace decisions as 

- . . : 1 , ** 

% . . _ 

individuals as wall as in thtir rolts as members of a snail collectivity 
will stan that thty will have to bt ablt to ust information to provide* 
insights to tht work team as wall as to Intervene when nttdtd in tht pro- 
duct ion process?^ 
3. Minitaum Competencies 

At every educational level, existing schools tend^to produce a wide 
range .of competencies which are functional to production a* long as 
there is a substantial hierarchy of skill needs. But, as Che organiza- 
tion of production shifts to team assembly and a flatter hierarchy, 
large differences in skill levels are dysfunctional. That is, team 
assembly will require that all members of the team have skills *nd know- 
ledge that are more nearly equal in^ order>to share casks and obtain full 
participation of all members. 

These needs suggest two reforms in educational cesting a nd c urricu- 

lum. First, educational , testing will tend to shift from an emphasis on 

norma ti ve te sts to criterion-based ones. Normative tests represent an 

attempt to rank students on a distribution, of performance without con- 

9 

cern for what is good or pobr performance in an absolute sense* That 
is, norm-based tests can only indicate who is better or who is worse in 
a particular domain. They cannot indicate whether one meets a particu- 
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lar standard pf performance set out by an external criterion. In con- 
trast, criterTou-based tests' set - out particular guidelines of 
performance and measure proficiencies of students according' to whether 
the j meet those standards. Given 'the importance of assuring (hat 
members of the work teams, have the proficiencies to function in all 
phases of their work, it is the la tte r that is more important. 4 
Accordingly, it would appear that minimal competency approaches using 
criterion-J>ased tests will' become more, prominent. 

In a related way, a curriculum based upon mastery learning approach-* 
es is likely to rise in importance (Block 1971 and 1974, Bloom 1976). 
Mastery learning begins with the assumption that all students can meet 
minimal proficiencies if giVen the appropriate instruction and' adequate 
'<:ime to a^et those stan<fa?ds. The educational challenge underlying mas- 
tery learning is to organize the curriculum and instruction to bring all 
students up to mastery levels— as measured by criterion-based tests — in 

^ 

all of the relevant skill domains. Although mastery-learning is not a 

.a, — 
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dominant medium of instruction under a school organization which is 
predicated upon producing educational outcomes that are highly unequal 
and that rank students according to who is best rather than what is 
known , the mastery le arning approach would seem to correspond more 
closely to producing' the skills needed by work teams. 
4. Peer Training 

Finally, under the team assembly approach, workers would be trained 

by fellow workers as new members were added to the teams. In this 

.* 

sense, all workers will have to have the capabilities of training their 

peers on the various tasks that the team performs. Under the more tra- 

t — — — 
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ditional forma of work, training is generally relegated to a few. special- 
ists or supervisors who are given responsibilities for initiating new 
workers into their roles. Likewise, in existing schools the instruction 
is the delegated responsibility of teachers and other instructional 
personnel. ' 

The-Jwidespread shift to team production is likely to stimulate a 

auch greater emphasis on peer tutoring in the schools. While there have 
been many demonstrations- and experiments wi'n students-teaching-^ 
students, the practice is not widespread in education (Ehly and Larsen 
1980; Newmark 1976; Verduin ind, Miller 1977). Those experiments have 
shown that peer tutoring* improves the performance and sense of efficacy 
of the tutor as weXl as the performance of the tutee (Allen 1976). 
Thus, there appear to be significant educational payoffs, in themselves, 
from this approach**. But, even more important, a proliferation of peer 
tutoring \n the schools will make every individual both a teacher and a 
learner. This is a central premise of the team approach, and it is also 
a more general feature of a democratic organization. 

Summary , . 

The preparation of, workers for organisational democracy must take 
* * * 

place at many levels. These include the family, madia, trade unions, 

schools, and, of course, the* productive enterprise itself, powever, the 

role that must be relegated to schools, if such changes in productive 

organization were to arist, tmiat be considerd one of the most crucial. 

Historical analysis suggests that the lack of greater democracy 4 in 

school organization is not attritutible to a poverty of ideas as much as 
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io a lack of movement in the productive sector itself to embrace 
democratic forma. If there is a signal mov-* among worl^ orgMizatibns to 
adopt greater democratic processes in their operations, it is likely 
that parallel changes will ultimately pervade the schools. 

- To the degree that such possibilities exist at present, they would, 
seem to be driven by th^ productivity crisis of the seventies and eigh- 
ties, a dilemma that derives at_ least partially from the lack of fit of 
the new and over-educated worker. Firms are likely to try to pbttfin 
greater commitment and work effort from the "new" worker through an 
emphasis on participation in small ^groups tliat take responsibility for 
producing a sub-assembly or other component part of the product* There 
exist a wide range of educational reforms that have been tried and devel* 
oped in some detail, but that have not seen widespread adoption in the 
schools because of the lack of demand for such reforms in the past. In 
this article it was asserted that future events may make such reforms* 
highly functional, ; • 
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Footnotes 



A more comprehensive exposition ot tht history that underlies this 
treatment is found in Bowles and Gintisl976. A fuller treatment 
of the conceptual integration is found in Bowles and Gintis 1976; 
Carnoy and Levin, forthcoming; Lempert 1981; and Levin 1980 b. 
Specific details on the relation between workplace chasge/ and 
educational changes are reflected in the dialectical model as pre- 
sented in Cernoy and Levin, forthcosdng_and;Lwin.l9*0^_ 

Evidence of differences by sex and social class for Western Europe 
can be found in Levin 1976; for black-white differences in the, U.S. 
in Levin 1979; and fot social class differences in the U.K. in. 
Halsey, Heath, and Ridge 1980. 

Increasingly there is evidence that the educational' process is 
under control of "new" curricula that set out mandated activities 
for teachers and students in fine detail, leaving little autonomy 
for either group as described in Apple 1981. A moro general analy- 
sis of the system of social control and its origins and logic as it 
affects teacher practice is *f<£und in Levin 1980 a. ~ 

— ?or~-a~more~ detailed analysis, see Levin 1980 b, pp. 157-}66« 

The details on Joseph Meef are taken' from Lockwoo* 1971: Chap. XX. 

♦ 

Further, the trade unions and political parties also have ai^ impor- 
tant educational role to play. For t trade union -educational pro-^ 
gram on industrial democracy, s,ee Turner and' Count 1981. The role* 
—of— e-revolutionary party and worker, councils at the plant level in 
a democratic tranformation. of the workplace is discussed in Caraoy 
1981. Alsc see the discussion by Schuller 1981 on the nature of 
discourse and its e ducat ional-impUc ationa-w ith regard to indus- 
trial democracy. Gamson end Levin 1980 address issues of worker 
socialisation in worker cooperatives. 

This seems to be the underlying motivation for the well-known U.S. 
government report on, Work in America. See U.S. Department of 
Health, Education, and Welfare 1973. 

The ^information on Saab/Trollhattan is taken fromJLogueJLggl* _ 

For a discussion of these issues, see U.S. Department of Health, 
Education/ and Welfare 1'9T9. ~ 
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